ABSTRACT
INTRODUCTION
Interest in self-concept has recently escalated, in part, given increasing emphasis in its functional role in development. Thus, far from being an epiphenomenon, self-concept has taken center stage as a dynamic actor, playing a variety of roles (Harter, 1999) . In fact, it is commonly asserted that the very architecture of selfconcept theory, by evolutionary design, has been extremely functional across the life span (Harter, 1999) . Self-concept refers to self-evaluation or self-perception and it represents the sum of an individual's beliefs about his or her own identity attributes. A student's self -concept is dynamic and causality is complex (Hadley, Hair & Moore, 2008) . That is, problems and difficulties can lower selfconcept; but low self -concept can also cause problems Montemayor & Eisen, 1983b ) that the broad developmental changes observed across early childhood, later childhood, and adolescence could be interpreted within a Piagetian framework. Thus, the finding that the young child described the self in terms of concrete, observable characteristics such as physical attributes, material possessions, behaviors and preferences that were not coherently organized was consistent with the cognitive abilities and limitations of the preoperational period (Harter, 1999) . The earlier studies had reported that in middle to later childhood, the self was described in terms of trait like constructs (e.g., smart, honest, friendly, shy) that would require the type of hierarchical organizational skills to emerge during Piaget's period of concrete operations.
For example, a trait label such as "smart" could be cognitively viewed as a higher-order generalization that subsumed the behavioral manifestations of scholastic, competence in several school subjects (e.g., doing well at reading, spelling and math). For the period of adolescence, earlier findings had documented the emergence of more abstract self definitions based on psychological processes such as inner thoughts, emotions, attitudes and motives. This type of self-portrait was consistent with the formal operational advances identified by Piaget, for example, the ability to construct higher-order abstractions and the capacity for introspection (Harter, 1999) . However, it has become apparent that this broad, three-stage Piagetian analysis did not do justice to the complexity of self-concept development across childhood and adolescence.
Piagetian theory has painted a picture of cognitive development that was "too monolithic, universal, and endogenous" (Case, 1992). For example, findings documenting the tremendous unevenness or decalage in development across domains argued against some single, underlying set of developing cognitive structures (Costanzo, 1991; Graziano & Waschull, 1995) . Moreover, the theory has been considered to be primarily descriptive, with insufficient attention to specific underlying processes and transition rules. The broad shifts that Piaget identified have also been viewed as too discontinuous. In addition, there has been little evidence on individual differences in the rate of cognitive development, or on the potential for different pathways of development. Finally issues involving contextual factors that might affect cognitive development were virtually ignored, for example, specific instructional and socialization experiences as well as broader cultural influences (Harter, 1999) .
Interest in self-processes has burgeoned in the past few decades within many branches of psychology. Cognitivedevelopmentalists, particularly those of a neo-Piagetian persuasion, have addressed normative changes in the emergence of a self (e.g., Case, 1985 Case, , 1992 Fischer, 1980; Harter, 1997; Higgins, 1991) . Developmentalists interested in memory processes have also described how the self is crafted through the construction of narratives that provide the basis for autobiographical memory (Fivush, 1987; Nelson, 1986 Nelson, , 1993 Snow, 1990) . Theorists, building upon the earlier efforts of Ainsworth (1973, 1974) and Bowlby (1980) , have provided new insights into how interactions with caregivers come to shape the representations of self and others that young children come to construct (Bretherton, 1991 , 1992 , Cassidy, 1990 Cicchetti, 1990 Cicchetti, , 1991 Cicchetti & Beeghly, 1990; Pipp, 1990; Sroufe, 1990) . Clinicians with the psychodynamic tradition have also contributed to our understanding of how early socialization experiences come to shape the structure and content of selfevaluations and contribute to psychopathology (Blatt, 1995; Bleiberg, 1984; Kemberg, 1975; Kohut, 1977; Winnicott, 1965) . Moreover, social and personality theorists have devoted considerable attention to those processes that produce individual differences in perceptions of self, particularly among adults (see Baumeister, 1987 Baumeister, , 1993 Epstein, 1991; Kihlstrom, 1993; Markus & Woo, 1987; Steele, 1988) .
Riding on the bandwagon of the cognitive revolution, selftheorists reconceptualized the self as a cognitive construction that is quite functional in bringing organization and meaning to one's experiences 1999) . Several common principles across these newer frameworks represent contemporary solutions to those problems identified in Piaget's theory. objects, including self-concept, are most salient and are therefore to be encoded (Rogoff, 1990; Vygotsky, 1978 ).
Moreover, the child's experience may also partially determine how particular structures are coordinated (Costanzo, 1991) . The inclusion of contextual variables also contributes to an understanding of individual differences in the rate and manner in which structures are integrated. Although experience, instruction and practice may influence the rate of progression through cognitive levels, most acknowledge that there are factors that constrain the upper limit that one may achieve at any given age. For example, brain development, in general, and working memory capacity, in particular, may represent such constraints.
In applying many of these principles to self-concept development, it is seen, for example, that a greater number of age-related levels can now be identified.
Moreover, there has been more emphasis on how a given level of self-understanding builds upon the previous level.
Processes through which concepts are combined to form categories or higher-order generalizations can be invoked to explain the developmental trajectory of selfconcepts, as well as the tremendous individual differences that can be found at particular age levels (Harter, 1999 ).
In addition to psychologists' emphasis on self-concepts, Given the heterogeneity among students identified as disabled, it has been important to examine the differences in specific classifications of disability. 
Practical Implications
As mentioned above, the factors that influence the formation of self-concept are multiple and interrelated, to such an extent that exhaustive description and differentiation is practically impossible. Educational conditions, such as teaching style, are important because they have a bearing on peer relations. Family factors also have an influence on students' reactions and attitudes, which also condition interaction with others.
Thus, helping improve self-concept is as varied as the influencing factors.
However, there are four strategies that teachers should consider when trying to improve students' self-concept.
First, it is important to praise a student's accomplishments or successes by addressing the role that the student played in producing positive outcomes. Feedback is most effective when it addresses the role that the student played in producing positive outcomes. For example, rather than simply saying "It's great that you got a good grade on your paper," bring up the student's actions and abilities by saying "You worked so hard on the paper, and you really deserve the good grade that you got". Fourth and final, it is important to work with students to improve skills in which he or she feels deficient.
Specifically, it is important to first work with students to identify and discuss elements of tasks that show room for improvement. Then, it is important to provide the guidance, support and resources needed to accomplish the improvement. Strategies include helping students practice skills, giving them tips, or suggesting relevant workshops or programs to enhance skills. Review of Child development research (Vol. 3. pp. 1-94).
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